Study of Achievement Gaps in the Seventh Grade Special Education Population on CATS Assessment in All Content Areas by Lain, Brandy M.
STUDY OF ACHIEVEMENT GAPS IN THE SEVENTH GRADE 
SPECIAL EDUCATION POPULATION ON 
CATS ASSESSMENT IN ALL CONTENT AREAS 
ABSTRACT OF APPLIED PROJECT 
An applied project submitted in partial fulfillment 
of the requirements for the degree of 
Education Specialist at Morehead State University 
by 
Brandy M. Lain 
Committee Chairman: Dr. David Barnett 
Associate Professor of Education 
Morehead, Kentucky 
2008 
STUDY OF ACHIEVEMENT GAPS IN SEVENTH GRADE 
SPECIAL EDUCATION POPULATION ON 
CATS ASSESSMENT IN ALL CONTENT AREAS 
Director of Applied Project: ____________ _ 
This investigational study was based upon the main research query: Do 7th 
grade special education males and 7th grade special education females show different 
strengths and/or weaknesses (i.e. achievement gaps) on CATS assessment across 
various content areas? 
The population for this study included 43 eastern Kentucky seventh grade 
students from the 2004 - 2006 school years. 
Accepted by: ____________ , Chair 
2 
fY) s GI 
THESES" 
31 I. ;J{,;). 
L l81Ps 
APPLIED PROJECT 
Brandy M. Lain, M.A. in Education 
Graduate School 
Morehead State University 
2008 
3 
STUDY OF ACHIEVEMENT GAPS IN SEVENTH GRADE 
SPECIAL EDUCATION POPULATION ON 
CATS ASSESSMENT IN ALL CONTENT AREAS 
APPLIED PROJECT 
An applied project submitted in partial fulfillment of 
the requirements for the degree of 
Education Specialist at Morehead State University 
by 
Brandy M. Lain 
Committee Chair: Dr. David Barnett 
Associate Professor of Education 
Morehead State University 
2008 
4 
Accepted by the graduate faculty of the College of Education 
and Behavioral Sciences, Morehead State University, in 
partial fulfillment of the requirements for the 
Education Specialist Degree in 
Instructional Leadership 
Director of Applied Project 





There are many people who contributed to my success in the completion of 
this study. I would like to personally thank each of them because, without their help, 
none of this would have been possible. 
A special thank you to Dr. David Barnett for answering each and every one of 
my questions throughout the time that I have been working on this project. Without 
your guidance I would have been lost in a sea of data and numbers. 
A thanks also goes to everyone who helped to reacquaint me with the process 
of data analysis in a way that was helpful and useful throughout my study. 
Sincere appreciation goes to each member of my project committee for 
assisting me and providing encouragement along the way, as well as proofreading and 
providing me with invaluable suggestions to improve my project. 
Finally, to my family, Arthur and Caleb, for supporting me, providing 
guidance, and much needed support while I was completing this endeavor. 
6 
TABLE OF CONTENTS 
Acknowledgements 
Chapter I Introduction 
Statement of Problem 
Hypotheses and Research Questions 
Definition of Major Terms 
Significance of Study 
Chapter II Review of the Literature 
Introduction to Review of the Literature 
Legislation Related to Achievement Gaps 
No Child Left Behind Act 
Kentucky Education Reform Act 
Kentucky Senate Bill 168 
Testing in Kentucky 
CATS 























Gender Gap 27 
Conclusions 29 
Chapter III Method 
Design of the Study 30 
Participants 30 
Procedure 30 
Limitations to Study 31 
Instrument 31 
Chapter IV Results 33 






Problems with educational equality are a reality for many public schools all 
over the United States, including Kentucky. The federal government is now 
responsible for the task of closing the achievement gaps between disadvantaged 
students and their peers with the signing of the No Child Left Behind Act (NCLB) in 
2002. NCLB was designed to improve upon the Elementary and Secondary 
Education Act (ESEA) of 1965 by identifying and reducing achievement gaps among 
student populations, one of which is students with disabilities. 
In order to accomplish this goal, each state is required to establish standards 
that all students, including those in special education programs, must strive to meet. 
Kentucky House Bill 940 was signed in April of 1990 and later became known as the 
Kentucky Education Reform Act, or KERA. (Chi, 1995) The purpose of KERA was 
to guarantee that all students in the state of Kentucky received the same caliber of 
education (Chi, 1995). 
According to the Kentucky Department of Education (KDE), some of the 
traits that KERA and NCLB have in common are high expectations for all students, 
performance standards that are tied to annual assessments, assessments tied to core 
content, and school report cards that communicate progress to the community and 
parents. Another similarity between the two is the time period in which schools must 
reach proficiency. Both NCLB and KERA have set the goal year of 2014 for all 
schools to reach the proficient level or above. 
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Based upon an analysis of several Kentucky school districts completed by the 
Kentucky Commission on Human Rights (KCHR), Core Content Test Scores (CCTS) 
from the Commonwealth Accountability Testing System (CATS) assessments it was 
revealed that many Kentucky students with a disability suffered the widest 
achievement gaps. "Disabled students have an overall score gap of more than 25 
percent in the distinguished (highest), proficient (next highest), and novice (lowest) 
categories combined. Especially in the distinguished and proficient categories, they 
suffered a severe gap of 34 percent. Fifty percent of the non-disabled students scored 
in the distinguished and proficient categories compared to on! y 16 percent of the 
disabled students" (KCHR, 2003). The Kentucky Commission on Human Rights 
report reviewed Kentucky Senate Bill 168, which was designed to reduce the 
achievement gaps. "Under the requirement of Senate Bill 168 Kentucky Department 
of Education (KDE) has begun to maintain some data, however, further information is 
needed." (KCHR, 2003) 
For many years, special education was a federally driven program where 
compliance with procedures was the rule. The main concern was related to access or 
protections. In the mid- l 990s this direction began to change with the move toward 
raising standards and improving results for all students. During this time enormous 
gaps in achievement were exposed among certain groups of students, specifically 
special education subpopulations. In 1997, with the reauthorization of the Individuals 
with Disabilities Act (IDEA), special education moved from process to performance 
in the area of education. (Daggett, 2004) 
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The research in this study will explore the achievement gaps for seventh grade 
special education males and females on the Commonwealth Accountability Testing 
System (CA TS) assessment, as well as the distinct areas of strengths and weaknesses 
for each subpopulation. Reading, language, and mathematics scores from the 
Commonwealth Accountability Testing System (CATS) assessment will be used for 
comparison. 
Statement of the Problem 
This study will investigate the difference between the performance of seventh 
grade special education males and seventh grade special education females in reading, 
language, and mathematics on the CATS assessment. NCLB and KRS 158.649 
require the identification of achievement gaps in education. If significant differences 
were found to exist between seventh grade special education males and seventh grade 
special education females on the CATS assessment, educators may be better equipped 
to target that gap in education. 
Hypotheses and Research Questions 
The research questions to be answered for this study will be: 
I. Did seventh grade special education male students who attended an eastern 
Kentucky middle school, here after referred to as EKMS, during the 2004-
2005 and 2005-2006 school years score differently than seventh grade special 
education female students on the reading section of the CA TS assessment? 
2. Did seventh grade special education male students who attended EKMS 
during the 2004-2005 and 2005-2006 school years score differently than 
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seventh grade special education females on the language section of the CA TS 
assessment? 
3. Did seventh grade special education male students who attended EKMS 
during the 2004-2005 and 2005-2006 school years score differently than 
seventh grade special education females on the mathematics section of the 
CA TS assessment? 
It will be important to answer each question so that the data can be separated by 
subject area and can be applied to the seventh grade special education population. 
The null hypotheses addressed will be: 
Ho I: There is no significant difference between CATS assessment scores for 
seventh grade special education males and seventh grade special education 
females in reading who attended EKMS during the2004-2005 and 2005-2006 
school years. 
Ho 2: There is no significant difference between CATS assessment scores for 
seventh grade special education males and seventh grade special education 
females in language who attended EKMS during the 2004-2005 and 2005-2006 
school years. 
Ho 3: There is no significant difference between CATS assessment scores for 
seventh grade special education males and seventh grade special education 
females in mathematics who attended EKMS during the 2004-2005 and 2005-
2006 school years. 
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Definition of Major Terms 
The following terms were used within the study. Definitions of these terms 
are offered to provide clarity to the study: 
2004-2005 -the first year of CATS assessment information used for 
comparison. 
2005-2006 -the second year of CATS assessment information used for 
comparison. 
Kentucky Education Reform Act (KERA)- legislation passed by the Kentucky 
General Assembly as a result of a court ruling that found Kentucky's educational 
system unconstitutional. 
No Child Left Behind Act (NCLB)- legislation passed in 2002 and signed by 
President George W. Bush as a reauthorization of the Elementary and Secondary 
Education Act of I 965. The NCLB focuses on closing achievement gaps between 
socioeconomic students and their peers so no child is left behind. 
Achievement gap- ( as defined by KRS) a substantive performance difference 
on each of the tested areas by grade level of the Commonwealth Accountability 
Testing System between the various groups of students including male and female 
students, students with disabilities, students with and without English proficiency, 
minority and non-minority students, and students who are eligible for free and 
reduced lunch and those who are not eligible for free and reduced lunch. 
Commonwealth Accountability Testing System (CATS)- Kentucky's 
education assessment and accountability system. 
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Kentucky Revised Statute Chapter 158 (KRS 158.649)- Kentucky law related 
to identifying and eliminating achievement gaps in education. 
Senate Bill 168- an Act that led to the amendment of KRS 158.649. 
EKMS- Generic acronym used to represent the eastern Kentucky middle 
school where the students from the study attended school. 
Significance of Study 
It is extremely important for all schools to recognize achievement gaps within 
their student populations. Each gap identified by the schools, as well as improvement 
plans, can act as tools to bridge the expanse for reaching the goal of proficiency by 
2014. 
This research focuses the analysis of achievement gaps to the subpopulation 
of special education students. Kentucky law states that schools must report 
achievement gaps among a set of subgroups including those with disabilities, and 
males and females (KRS 158.649). 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Various related topics regarding achievement gaps in education and the 
students who are within them are discussed and given additional background 
information through the review of literature. This review focuses on achievement 
gaps, the Kentucky laws related to achievement gaps, the Kentucky Education 
Reform Act (KERA), the No Child Left Behind Act (NCLB), and problems related to 
students with disabilities. 
"Critics of No Child Left Behind want to abandon disabled children by 
counting them out of the push for higher standards" (New York Times, January 2004). 
Some personnel within the Kentucky Department of Education have noted that, 
currently, in the Commonwealth of Kentucky, there is a clear and significant gap 
between the levels of academic proficiency that all students are capable of achieving 
and the levels of achievement of students with disabilities. Therefore, if Kentucky is 
,, '.• 
to effectively close the special education achie~ement gap, there must be a 
concentrated effort by all educational stakeholders to put forth immense scrutiny, 
devotion, and energy to the following: 
• Education policy makers and practitioners at every level must commit to a 
thorough examination and understanding of all issues related to 
organizational and school culture. 
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• Processes, policies, and procedures must guide closing the achievement 
gap for students with disabilities, just as processes, policies, and 
procedures guide other education goals and priorities at the school, 
district, and state levels. 
• Targeted, high quality professional development designed around effective 
programming must be provided in schools where significant special 
education achievement gaps exist. 
• The Kentucky Department of Education, local school districts, individual 
schools and communities must join forces and develop systems that 
promote collaborative approaches to serving students with disabilities." 
(Kentucky Department of Education, "Closing the Special Education 
Achievement Gap", Palmer). 
Most educators believe that all students can learn at high levels, however, students 
with disabilities have unique needs that require special techniques and supports to 
"[,, 
accommodate learning. Therefore, each and every school must have a plan to 
ensure the success of these students. 
Legislation Related to Achievement Gaps 
No Child Left Behind Act 
Congress passed Public Law 107-110 in January 2002. This law has since 
come to be known as the "No Child Left Behind Act (NCLB)". The law was 
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passed with the intent to close achievement gaps so that no child would be left 
behind, educational! y speaking. 
NCLB is a reauthorization of the Elementary and Secondary Education Act 
(ESEA) from 1965. ESEA is the major federal law that regulates K-12 public 
education ( United States Department of Education, "Introduction: No Child Left 
Behind" n.d.). NCLB is based primarily on four specific principles. Those 
principles are accountability for students, focusing on what works, reducing 
bureaucracy, and empowering students ( United States Department of Education, 
"Closing the achievement gap" n.d.). 
Public education must undergo many changes under the mandates of NCLB 
related to accountability, testing, technology, funding, and after school programs. 
Under NCLB states are required to test students in 3rd through 8th grade in reading 
and math and once more in the 10th through 12th grades (United States 
Department of Education, "Introduction: No Child Left Behind" n.d.). All states 
have to report test scores and develop methods to raise all students to proficiency 
by the year 2014 (Rosenthal, 2002). 
The No Child Left Behind Act also demands that all states make certain that 
teachers of core subjects are highly qualified in every subject area they teach 
(Olson, 2003). To be a highly qualified teacher NCLB states that a teacher must 
be, " ... fully licensed through alternative or traditional routes and have 
demonstrated competency in the subjects they teach, either by having an academic 
major or its equivalent or by passing a subject matter test" (Olson, 2003, p.3). 
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Kentucky Education Reform Act 
The Kentucky Education Reform Act (KERA) caused changes in the way 
education is provided in Kentucky. KERA attempted to equalize funding and 
dramatically alter the curriculum and governance of schools. KERA was the 
result of a lawsuit filed in 1985 by the Council for Better Education (CBE) against 
Kentucky's legislature over funding inequality (Deffendall, 2003). The CBE was 
made up of 66, mostly low income, school districts. The Kentucky Supreme 
Court found the funding unfair; additionally, they found the entire Kentucky 
education system unconstitutional. Thus, the Kentucky Education Reform Act of 
1990 was born. 
KERA stresses the belief that all children can learn at a high level regardless 
of ethnicity, gender, SES, native language or disability. When any particular 
group of students does not perform according to the high standards and 
expectations set forth, an achievement gap exists (KDE, 2004). 
Kentucky Senate Bill 168 
Recent legislative changes detailed in the federal Elementary and Secondary 
Education Act (NCLB) and Kentucky Senate Bill 168, as well as KRS 158.649, 
require schools to identify and address the achievement gaps between majority 
and minority groups of students (KDE, 2007). Effective July 15, 2002, KRS 
158.649 put into writing what schools must do to reduce achievement gaps. The 
law states that local boards of education must set policy for reviewing academic 
performance for various subgroups of students including racial groups, gender, 
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disability, free and reduced lunch eligibility, and limited English proficiency 
(KRS 158.649, 2002). School faculty and staff must set biennial targets for 
eliminating achievement gaps and submit them to the superintendent and the local 
board of education (KRS 158.649, 2002). Another major portion of the law states 
that if a school does not meet its biennial goals for reducing the identified gap that 
it must submit revisions to the consolidated school improvement plan (CSIP) 
describing the use of professional development funds allocated to reduce 
achievement gaps to the school superintendent for review (KRS 158.649, 2002). 
Testing in Kentucky 
CATS 
In 1998 the Kentucky legislature enacted a law that directed the Kentucky 
Board of Educatiop (KBE) to redesign the state's assessment and accountability . 
system. Through the involvement of educators and Kentucky citizens the 
Commonwealth Accountability Testing System came into existence. "Kentucky's 
. ;, 
accountability system is a high-stakes system with rewards and sanctions attached 
to results" (KDE, 2007). The main goal of the Commonwealth Accountability 
Testing System (CATS) is for all Kentucky schools to reach proficiency. The 
accountability system provides a means for measuring this goal and provides 
feedback in the form of data to schools so they can see how they are progressing 
(KDE, 2007). The validity of the CATS testing program, as well as its reliability, 
is measured annually by Human Resources Organization (HumRRO). 
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The foundation for CATS is the core content, which consists of subject matter 
identified by Kentucky educators as essential for all students to learn" (Aubrey, 
2003, p. l ). Schools in the state of Kentucky are held accountable by what is 
known as the accountability index, which includes cognitive and non-cognitive 
components (Willis, Koch, Lampe, Young, Kellor, & Olden 1999; Aubrey, 2003). 
"The cognitive components comprise five-sixths (5/6) of the total accountability 
score" (Willis et al, 1999, p.6). Non-cognitive components including dropout 
rates, attendance, retention, and successful transition to adult life make up the 
other sixth of the index (KDE, 2004). "The journal Education Week .. . rated 
Kentucky's Commonwealth Accountability Testing System among the eight best 
in the nation ... " (Rodriguez, 2004, para. 2). 
A score on the Commonwealth Accountability Testing System is derived from 
a scale of O - 140 using four categories; novice, apprentice, proficient, and 
distinguished. The categories used by KERA to measure achievement closely 
mirror those used by the National Assessment of Education Progress (NAEP) as 
mandated by the Kentucky General Assembly (Clements, 1999). 
Achievement Gaps in Education 
When educators talk about the achievement gap they are usually referring to 
the fact that poor minority students score lower on achievement measures than 
middle-class non-minority students (Educational Research Service, 2001). Efforts 
to close the achievement gap seemed to be paying off in the 1970s and 80s as the 
gap narrowed, especially between African American and white students. Since 
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I 988, however, the gap has been widening again. The causes for the achievement 
gaps are complex and are normally related to students' socioeconomic status and 
family background and factors related to students' schools. 
Kentucky has made changes related to student achievement gaps as a result of 
NCLB. Senate Bill I 68 amends KRS 158.649 to clearly explain what 
achievement gaps are and sets in place requirements for local school districts to 
follow to alleviate the problems. KRS 158.649 defines achievement gaps as 
follows: 
Achievement Gap means a substantive performance difference on each 
of the tested areas by grade level of the Commonwealth Accountability Testing 
System between the various groups of students including male and female 
students, students with and without disabilities, students with and without English 
proficiency, minority and non-minority students, and students who are eligible for 
free and reduced lunch and those who are not eligible for free and reduced lunch 
(para. 1). 
Gap Identification 
Some of the work necessary to reduce the achievement gap is outside the 
control of schools and needs to be addressed on the national level. However, 
there are some things that schools can do, and are doing, to raise achievement for 
all students. School efforts should be guided by research that suggests that the 
following factors can help narrow the achievement gap: high expectations for all 
students, cultural congruence in instruction, teaching strategies that promote 
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meaningful participation, smaller class size, higher teacher quality, and summer 
enrichment programs (ERS, 2001). 
A school may be determined to exhibit a gap in learning if CATS assessment 
scores have not reached a proficient level of 100 by 2014. Scores may be near 
100 or have reached proficiency, but still have differences between groups of 
students. Gaps can be identified by student observations, samples of student daily 
work, analysis of student non-academic data, formal assessments and 
disaggregated data, or specific questions asked by stakeholders. 
Closing the achievement gap is exceptionally important because each student 
deserves an education that provides for high levels of achievement. Public 
schools have an obligation to all students to move them from where they are and 
to help them achieve what is essential. Everyone plays a vital role in reducing 
and eventually eliminating the achievement gap including community partners, 
family members, district officers, school staff, and teachers . 
.. 
KRS 158.649 identifies typical groups-~f students often found to be part of an 
achievement gap. Minority students, students of low socioeconomic status 
(SES), those who use English as a second language (ESL), disabled students, and 
gender are the most common groups identified. Any student who is not 
performing according to Kentucky's high standards and expectations falls into an 
achievement gap (KDE, 2007). 
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Minority Gap 
Closing the achievement gap between racial and ethnic groups is becoming a 
priority in states and districts nationwide. The concerns are buoyed in part by 
statistics. Eighty-seven percent of blacks between the ages of 25 and 29 have 
earned a high school diploma-a rate equal to that of whites in the same age 
group. Yet twice as many whites in the same age group hold a bachelor's degree 
(Viadero, 1999). 
The disparities in achievement are often attributed to socioeconomic factors. 
According to the U.S. Census Bureau, of all children younger than 18 living in 
families, 27 percent of Hispanic children and 30 percent of black children live in 
poverty, compared with about 13 percent of white children (Proctor & Dalaker, 
2002). Researchers have tried to pinpoint why race and class are such strong 
predictors of students' educational attainment. In the 1990s, the controversial The 
Bell Curve claimed that gaps in student achievement were the natural result of 
variation in students' genetic makeup and·natural ability (Edweek Research 
Center, Achievement Gap, 2007). Many experts hotly contested the finding and 
asserted that achievement gaps were the result of more subtle environmental 
factors. Being raised in a low-income family often means having fewer 
educational resources at home, in addition to poor health care and nutrition, which 
are factors that can contribute to lower academic performance (U.S. Department 
of Education, 2000; Viadero, 2000). Others point directly to factors within school 
such as peer pressure, student tracking, negative stereotyping, and test bias (U.S. 
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Department of Education, 2000; Viadero, 2000). An analysis of the 1999-2000 
Schools and Staffing Survey by University of Pennsylvania's Richard Ingersoll 
for Quality Counts 2003 revealed that students in high poverty, high-minority 
schools have less access to highly qualified teachers than do students in low-
poverty, low-minority schools. Students in high-poverty, high-minority schools 
are more likely to be taught by an inexperienced teacher who is not certified in the 
subject he or she teaches (Edweek Research Center, Achievement Gap, 2007). 
A recent study conducted by the Education Commission of the States stated, 
"The gap in achievement that separates economically disadvantaged students 
and students of color from less disadvantaged students has been the focus of 
discussion, research, and controversy for nearly 40 years. While the gap 
narrowed considerably through the late 1980s, particularly between blacks and 
whites, progress since then has been marginal. Today, the average black or 
Hispanic high school student current! y achieves at about the same level as the 
,J,! 
average white student in the lowest qtirtile of white achievement. Black and 
Hispanic students are much more like! y than white students to fall behind in 
school and drop out, and much less likely to graduate from high school, 
acquire a college or advanced degree, or earn a middle-class living" 
(Education Commission of the States, 2007). 
The Teacher Gap 
Scholars have analyzed the effect that certain in-school factors have on 
student achievement. While it is difficult to isolate the variables that directly 
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impact student achievement, research has shown that good teaching matters (The 
Teaching Commission, 2004; Hanushek, Kain & Rivkin, 1998). The Education 
Trust, found that many minority students attend inner-city schools, which are 
often under funded. As a result, those students tend to receive poorer quality 
instruction, have fewer high-caliber teachers, and have access to fewer resources 
(The Education Trust, 2002). Teacher knowledge and skill are fundamental 
elements in improving student achievement. This is a primary reason the NCLB 
Act emphasizes teacher quality. The NCLB teacher-quality provisions are driven 
by research that documents the importance of teacher quality on student 
achievement and in closing achievement gaps. Indeed, based on findings such as 
those indicating that (I) minority and low-income students are disproportionately 
taught by under-qualified school teachers, and (2) disadvantaged students who 
have effective teachers for consecutive years are able to close the achievement 
gap between disadvantaged and non-disadvantaged students (North Central 
!,, .... ) 
Regional Education Laboratory, 2005). A
0
report titled The Great Divide 
explained that across the nation expectations for students have been increased but 
states are not being as demanding of the teachers who teach the content (Olson, 
2003 ). The Dean of National Education Programs and Policies at Lesley 
University in Cambridge, Mass., David Haskelkom, stated in an article from 
Education Week, "If you want to know the root of the achievement gap, it's the 
teacher gap that exists between the affluent schools and the less affluent schools" 
(Olson, 2003, p. 2). 
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Experience is not equivalent to effectiveness, but concentrating novice 
teachers with poor and minority students seems to have a negative impact on 
students and teachers. Many first and second year teachers aren't as good as they 
will become. If inexperienced teachers are continuously clustered in the schools 
with mostly poor and minority students, then we are placing a burden on the 
students who most need practiced, skilled, tested, and proven teachers (Peske, 
Crawford, & Pick, 2006). 
The National Education Association found that, 
"After five years, 39% of all new teachers leave their jobs. In urban schools, 
the turnover rate rises to 50%. Two factors explain half of all teacher 
turnover: (1) job dissatisfaction and (2) interest in pursuing another job" 
(NGA, "Improving Teacher Quality: Closing the Achievement Gap"). 
According to the National Education Association, a historic turnover is taking 
place in the teaching profession. While student emollments are rising rapidly, 
more than a million veteran teachers ;;~ nearing retirement. Experts predict 
that overall we will need more than 2 million new teachers in the next decade. 
Some 20 percent of all new hires leave the classroom within three years. In 
urban districts, the numbers are worse-close to 50 percent of newcomers flee 
the profession during their first five years of teaching (NEA, 2006). 
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Opportunity Gap 
"A key goal of education is to make sure that every student has a chance to 
excel, both in school and in life. Increasingly, children's success in school 
determines their success as adults, determining whether and where they go to 
college, what professions that they enter, and how much they are paid" (Lee & 
Burkam, 2002, p.22). Many inequalities are facing students before they ever enter 
school and these are rarely recognized. It is not reasonable to expect schools to 
eliminate large pre-existing inequalities soon after children enter the education 
system. Most disadvantaged children begin kindergarten with significantly lower 
cognitive skills than their more advantaged counterparts (Lee & Burkam, 2002). 
Based upon the U.S. Department of Education's Early Childhood 
Longitudinal Study, there are substantial differences by race and ethnicity in 
children's test scores as they begin kindergarten. The average cognitive score of 
children in the highest SES group are 60% above the scores of the lowest SES 
i,j';,! 
group. Socioeconomic status is quite strongly related to cognitive skills. Low-
SES children begin school at kindergarten in systematically lower-quality 
elementary schools than their more advantaged counterparts. This reinforces the 
inequalities that develop even before children reach school age (Lee & Burkam, 
2002). 
Gender Gap 
Who is smarter; girls or boys? Are American schools favoring females at the 
expense of their male peers? Some evidence may suggest that there is a crisis in 
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boys' achievement. After years of attempting the remedy the problem of girls 
being shortchanged by the education system, it now appears that the pendulum 
has started to swing the other direction (Reville, Coggins, Norton, & Heffernan, 
2006). 
Each year new studies examine if gender gaps in achievement actually exist. 
While these gaps cannot be used to clear! y identify differences in innate ability or 
the impacts of schools or society, they can help determine where to direct 
resources and research (LoGerfo, Nichols, Chaplin, 2007). "Females 
outperformed males in reading and writing at all grade levels on the NAEP" 
(Coley, 2001, p.36). "In early childhood, boys and girls had similar attitudes 
toward reading. However, the gap in literacy attitudes and practices increased 
throughout elementary school" (Sokal, Katz, Adkins, Grills, Stewart, Priddle, 
et.al., 2005). 
A study by the United States Department of Education showed that, 
"In elementary school, female fourth-'graders outperformed their male peers in 
reading and writing assessments. Gender differences in mathematics 
achievement have been small and fluctuated slightly between 1990 and 2003. 
At the secondary level, the gap in the National Assessment of Educational 
Progress (NAEP) reading achievement grew from IO points in I 992 to I 6 
points in 2002, with males performing lower than females. In 2001, the 
overall participation rate of females in adult education was higher than that of 
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.., , .. 
their male peers (53 percent vs. 46 percent)" (U.S. Department of Education, 
Thomas, 2004). 
Conclusions 
Upon analyzing various articles and research findings related to achievement 
gaps, disability laws and legislations, and education it is overwhelmingly obvious 
that gaps are a part of the educational system. These achievement gaps come in 
various forms and are present in each district, school, and classroom in the United 
States and elsewhere. A major responsibility of an educator and researcher is to 
determine new and innovative methods to identify and eliminate achievement 
gaps so that each child who takes part in a public education will be guaranteed an 
equal and adequate opportunity. 
This research targets the achievement gap for students who receive special 
education services subdivided by gender. If a gap exists within the special 
education seventh grade males and females, then appropriate measures can be 
taken to address those issues. 
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Design of the Study 
CHAPTER III 
METHOD 
This is an exploratory, descriptive research study designed to look for 
differences by gender in the CA TS assessment years of 2004-2005 and 2005-2006 
in the areas of reading, language, and mathematics test scores for special 
education seventh grade students in a middle school in eastern Kentucky. 
Participants 
The participants in this study were enrolled in a single eastern Kentucky 
middle school (EKMS). The subjects were seventh grade students who took the 
CATS assessment and attended EKMS during the 2004-2005 and 2005-2006 
school years. 
The total number of seventh grade students for the 2004-2005 school year was 
43; 26 males and 17 females. The total number of students for the 2005-2006 
., 
year that remained in the study was 41; zs'males and 16 females. 
Procedure 
A hard copy of the CATS scores from the 2004-2005 and 2005-2006 school 
years was obtained from the principal of EKMS. Scores for each student and a 
summary of school wide information were included in the document. For the 
purposes of this study, individual student scores for each year were copied from 
the originals and maintained in a separate binder. 
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Copies of the lists of students participating in the study for each school year 
were obtained from the local board of education. The lists were shared on the 
condition of the protection of student names to avoid a breech in confidentiality. 
The student lists of males and females in seventh grade with disabilities were 
then compared in each of the subcategories of the CATS assessment. The data 
was separated by gender and a score recorded for each subject area (reading, 
language, and mathematics). 
Limitations of the Study 
This study has the following limitations: 
I. This study was limited to data collected from only the CATS assessment. 
2. This study was limited to data collected from one public, middle school in 
eastern Kentucky. The findings may not be relevant to other schools. 
3. This study was limited to data from only two academic school years; 
2004-2005 and 2005-2006. 
Instrument 
The instrument used for this study was the Commonwealth Accountability 
Testing System, also known as CATS. This assessment and accountability system 
was designed by the Kentucky Board of Education through a broad, collaborative 
process that involved educators, legislators, citizens, the School Curriculum, 
Assessment, and Accountability Council (SCAAC), the Education Assessment and 
Accountability Review Subcommittee (EAARS), the Offices of Educational 
Accountability (OEA), and the National Technical Advisory Panel on Assessment 
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and Accountability (NTAPAA). CA TS reports scores for reading, mathematics, 
science, social studies, writing, arts and humanities, and practical living/vocational 
studies. Students are scored as Novice (N), Apprentice (A), Proficient (P), or 
Distinguished (D) in each area of the assessment. In this research, reading, language, 
and mathematics scores were used for the comparison between males and females in 
special education. 
It should be noted that Kentucky allows for accommodations for students with 
disabilities. Names and scores of individual students were protected and not reported. 





The findings explained in this chapter are related to the research questions and 
paired hypotheses stated in Chapter I. 
Research Question I: Did seventh grade special education male students who 
attended an eastern Kentucky middle school, here after referred to as EKMS, during 
the 2004-2005 and 2005-2006 school years exhibit a higher level of performance than 
seventh grade special education female students on the reading section of the CA TS 
assessment? 
Based on the independent results of the CATS Reading Section for special education 
male and female students, the scores were as follows: 
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Novice 
This data reflects that males outperformed females in most areas of Reading, 
including proficient and apprentice scoring levels. Moreover, the data clearly 
shows that approximately 19% of males and 29% of females scored at the 
distinguished level, while males outpaced females again at the proficient level by 
about 5%. Additionally, males outperformed females in the percent of students 
scoring apprentice by approximately 6%. 
Research Question 2: Did seventh grade special education male students who 
attended EKMS during the 2004-2005 and 2005-2006 school years score 
statistically differently than seventh grade special education females on the 
language section of the CATS assessment? Based on the independent results of 
the CA TS Language/writing Section for special education male and female 
students, the scores were as follows: 
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Content Area Language Arts/Writing 7th grade 
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The data illustrates that males and females in special education performed equally 
in the area of writing when receiving scores of novice and distinguished. 
However, male students outperformed ft;Ji!~Jes in the category of writing by 32% 
when scoring proficient and females outscored males when scoring apprentice by 
32%. 
Research Question 3: Did seventh grade special education male students who 
attended EKiYIS during the 2004-2005 and 2005-2006 school years score 
differently than seventh grade special education females on the mathematics 
section of the CATS assessment? Based on the independent results of the CATS 
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Mathematics Section for special education male and female students, the scores 
were as follows: 
Content Area Mathematics 7th grade 
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The data reflects that males outperformed females in the area of mathematics 
when scoring proficient only. Furthermore, females received a higher percentage 
of scores in the levels of distinguished, apprentice, and novice on this portion of 
the assessment. 
Unpaired t test results 
P value and statistical significance: 
The two-tailed P value equals 0.5601 
By conventional criteria, this difference is considered to be not statistically significant. 
Confidence interval: 
The mean of Males-Reading minus Females-Reading equals 2.25 
95% confidence interval of this difference: From -6.68 to 11.18 
Intermediate values used in calculations: 
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t = 0.6167 
df=6 
standard error of difference= 3.649 
Gronp Males-Reading Females-Reading 
Mean 6.50 4.25 
SD 6.24 3.77 
SEM 3.12 1.89 
N 4 4 
Unpaired t test results 
P value and statistical significance: 
The two-tailed P value equals 0.6845 
By conventional criteria, this difference is considered to be not statistically significant. 
Confidence interval: 
The mean of Males-Writing minus Females-Writing equals 2.25 
95% confidence interval of this difference: From -10.65 to 15.15 
Intermediate values used in calculations: 
t = 0.4266 
df=6 
standard error of difference= 5.274 











P value and statistical significance: 





By conventional criteria, this difference is considered to be not statistically significant. 
Confidence interval: 
The mean of Males-Mathematics minus Females-Mathematics equals 2.25 
95% confidence interval of this difference: From-4.91 to 9.41 
Intermediate values used in calculations: 
t = 0.7689 
df= 6 
standard error of difference = 2.926 
Group Males-Mathematics Females-Mathematics 
Mean 6.25 4.00 
SD 5.38 2.31 
SEM 2.69 1.15 
N 4 4 
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Based on the data revealed within the t-test analyses, the differences in all 
categories of the assessment data are not statistically significant between the 




The importance to identify achievement gaps in Kentucky's educational 
system became more urgent with the passing of NCLB and the amendment made 
to KRS 158.649. In the state of Kentucky, schools were forced to look for gaps 
related to gender, poverty, disability, English proficiency, and race. One of the 
main objectives of No Child Left Behind is to eliminate the achievement gaps 
among disadvantaged students and their peers (Rosenthal, 2002). 
The findings in this study were meant to develop further what other 
researchers have found related to disability and gender achievement gaps. In 
Kentucky, the number of exceptional children is approximately 109,354 
(Kentucky Department of Education, 2006). Those findings led to the research 
conducted in this study. The purpose of this study was to find out if there were 
significant achievement gaps among males and females who are receiving special 
education services. 
In every subject area, females either outscored or scored equally to their male 
counterparts in the distinguished category. In nearly all other areas, the two 
genders received the same percentage of scores. There are many ideas as to why 
gender is a key factor in education According to the Education Alliance, the 
public debate surrounding gender differences in achievement continues to escalate 
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in intensity and scope. Connell and Gunzelmann (2004) characterize the gender 
and reading achievement debate as a complex problem influenced by many 
factors including societal expectations, stereotypes, and commonly held myths 
about gender. A recent Learning Resources Network (LERN) outlines the 
differences between how boys and girls learn and recommends that these be taken 
into account when planning for instruction. Boys have a shorter attention span, 
are better at learning spatially, and need more physical movement and emotional 
assurance than girls. Girls process emotions more quickly, mature earlier, and 
need less rest (Coates and Draves, 2006). 
Recommendations Based on this Study 
I. A similar study involving students in the early elementary grades is 
necessary to find out when the gender and disability achievement gaps 
begin to appear. 
2. A study comparing schools with similar numbers of exceptional students 
who have high CATS scores with school who have low CATS scores 
might reveal what can be done to increase performance in low performing 
schools. 
Data can be a powerful tool when used to strengthen academic results for all 
students. As educators, the focus must be shifted from gathering assessment results 
to one of using the data to improve instruction. Educators recognize that the 
successful use of data can evaluate student progress, assess program and instructional 
effectiveness, guide curriculum development and resource allocation, support 
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accountability and, most notably, ensure that every child learns. It is equally 
important to make sure that all stakeholders have an active role in the assessment and 
data analysis process in order to provide opportunities for learning and development 
of new strategies for improvement. All communication regarding data with staff, 
parents, and the public must be focused on achievement. It is important to remember 
that the analysis process should be used as a means of exploring group differences, 
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